Experiences during an Outdoor Adventure Education Groupwork Skills
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Firstly, research includes long wilderness programs lasting several weeks. This type of OAE usually 82 involves expeditions (e.g., sailing and mountain climbing) with unstructured learning processes and outcomes 83 (Mazany et al., 1997) . However, due to financial and time constraints, institutions often provide more time 84 efficient outdoor-centred courses lasting two to five days (Steiner et al., 2008 ; Wagner, Baldwin, & Roland, 85 1991). Students typically stay at an outdoor pursuits centre and take part in structured group problem-solving 86 activities (e.g., ropes courses and raft building) aimed to develop specific interpersonal and task management 87 skills (Steiner et al., 2008) . Less research has focused on outdoor-centred courses in higher education and, as 88 these courses tend to be shorter and more structured, findings from wilderness programs may not generalise.
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Secondly, research has focused on the effects of OAE on intact groups. For example, students reported 
133
In contrast, the present study used semi-structured questioning, similar to that employed in more 
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Additionally, the present study invited different participants to give diary room entries at various time points and 
143
In summary, the aim of the present study was to explore the learning experiences of higher education 144 students taking part in a 3 day groupwork skills course, using a semi-structured video diary room.
145
Method
146
Participants
147
Twenty nine participants were recruited from a population of 100 Mechanical Engineering (BSc, year 148 three) undergraduate students, who were taking part in a short OAE course. An additional 11 participants were
149
recruited from a population of 106 Electronic, Electrical and Computer Engineering (BSc, year two) 150 undergraduate students, who were also taking part in OAE, resulting in a total of 40 participants (mean age = 151 20.55 (SD = 1.09) years). The majority were male (n = 32), and were a mixture of home/EU (n = 22) and scheduled to take part in a group project module when returning to university following OAE. However, before 154 OAE, students reported limited groupwork experience and had not received any formal groupwork skills 155 training within their degree course. Approval for conducting the study was granted by the University"s Ethics
156
Committee.
157
Outdoor-centred Course
158
The 3 day residential course was held at a University-owned outdoor pursuits centre in the North West,
159
UK. The course aims to develop transferable skills in groupwork, communication and group problem-solving.
160
Iterations of the course were attended by 30 to 36 students, who were randomly organised into groups of 6 to 8.
161
These groups participated in outdoor problem-solving activities throughout each day. The activities were 162 facilitated by trained instructors who observed the groups" progress and led regular reflective discussions.
was time off in the evenings to relax and socialise.
167
Semi-Structured Video Diary Room
168
A semi-structured video diary room was set up in a private yurt. The room contained a digital video 169 camera (Sony DCR-SX33) positioned in front of a chair, with question cards laid out on a table (Figure 1 ).
170
Decorative lighting and coloured screening created a more enjoyable and relaxed atmosphere.
171
( Figure 1 Students were invited in person by researchers to give entries. Purposive sampling was used to ensure extroversion and introversion), and demographics. Forty-six students were invited into the diary room, with six 189 (13%) declining to take part due to an unwillingness to be recorded. This refusal did not appear biased towards 190 students with any particular characteristics.
191
Each participant was given an information sheet, consent form, and demographic questionnaire. Before 
211
suggesting saturation was approached. Themes were identified as the process naturally evolved into Step 3,
212
involving the sorting of codes into themes. Tentative themes were further organised into higher and lower level themes. In Step 4, themes were reviewed to ensure there was enough supporting data and both internal 214 homogeneity and external heterogeneity existed (Patton, 2003) . This process resulted in themes being removed, based on words from research, theory, and terms used by participants (Hastie & Glotova, 2012) .
217
To improve credibility and trustworthiness, a second researcher independently coded 15% of the data, 218 before themes were discussed and refined until consensual validation was reached. Finally, the entire data set 219 was presented to two expert researchers who were independent of the analytic process; more refinements were 220 made at this stage before being agreed.
221
Results
222
The following results are organised into two distinct but related areas of interest -the course 223 experience (e.g., a collection of themes describing the process students went though during OAE) and the course 224 outcomes (e.g., a collection of themes describing the perceived learning outcomes that resulted from the 225 experience) (see additional online information for the full set of themes and definitions).
226
The Course Experience and what sort of tasks we"ll be doing.", whilst others had none. Students also expressed concerns relating to 244 personal safety, the environment, physical exertion, being amongst others and a lack of pre-course information.
245
For example, "My main concern would be whether I get on with my team mates because if I didn"t, I"d find it 246 quite a hard, hard couple of days." Other students had no concerns.
247
Outcome expectations. Students expectations ranged from high, "We have got a lot to learn on this 248 course," to low, "To be honest I don"t think I"ll learn much". Many expected to develop groupwork skills, such 249 as cooperation, leadership and communication. Students also expected the course to provide enjoyment, and lead 250 to improved peer relationships. Finally, the course was expected to benefit future behaviour, at university and in 251 future employment.
252
Key elements of the experience. During the course, students repeatedly discussed elements of the 253 experience that stood out to them as being particularly meaningful and/or contributing to the course outcomes.
254
The activities themselves were often described as interesting and enjoyable. Challenging elements of the 255 experience were reflected in five third level themes: (a) physically demanding, (b) intellectually demanding, (c) 256 language barriers, (d) frustrating, and (e) sometimes unachievable, allowing teams to experience failure.
257
Another key element of the experience described how activities revealed weaknesses, both individually 258 (e.g., "...it was a bit slow, but that was due to two or three people not being particularly confident.") and as a 259 group (e.g., "...no one was really listening to each other"). A fourth key element was the environment; some 260 found the novelty memorable and others described a sense of risk, which was exciting and helped to foster a 261 supportive group environment as this student explains:
262
The prospect of falling with a harness on you... Individuals would have to be looked after by the rest of 263 the team, which was good because you have to rely on your team mates to actually stop you from 264 falling.
265
The environment also provided natural consequences, for example, "...we think and make a boat, but it doesn"t 266 work, it didn"t work because we didn"t work well and we didn"t think well so we fall in the sea".
267
The final element of the course experience was the contribution of time outside of activities. This 268 student explains the importance of having duty rotas:
269
If we were not given a duty rota or anything, the place would rapidly descend into just rubbish and 
291
"Trying to kind of foresee difficulties and overcoming them before they get to them").
they had a positive and memorable experience, represented by quotes such as, "It was a good experience and 294 memories will stay forever." and, "Well, in a nut shell, the best experience of my life". The experience also 295 exceeded expectations (e.g., "Honestly I thought it was going to be an inconvenience but, I liked it... it was 296 good") and provided a sense of achievement (e.g., ...we got out there and it worked... that was really great to see.
297
I really, really enjoyed that). Finally, the end of course feelings included thoughts on transfer, with students 
329
functioning of intact groups, which describes the perceived benefits to groups who were returning to university 330 to continue working together.
twelve friends from the school. Now I almost know everyone by name", whilst another described increased 334 social support, "I meet some new friends. When I"m in school, I meet some difficulties or problems, I can ask 335 them for help". Improved relationships also included those between student and staff, where one student said, information, getting out. Now I know them personally, they are very good guys".
338
The 
357
learning to be brave despite low self-confidence (e.g., "There is just one girl in our team... if I can"t do it our 358 team will fail... So I think being brave is the most important thing I learnt"); and (d) adaptability, (e.g., "We
359
should be adaptable to any situation").
360
Increased task management skills included improved planning skills and understanding of the importance 
365
The next intrapersonal outcome was increased self-awareness, where students became more aware of their 366 own strengths and weaknesses and highlighted areas requiring continued improvement. For example, "I find it 367 very difficult not to snap at people... I wasn"t aware of that... Probably rein that in a bit" and, "I don"t listen to 368 anyone, I just do what I am thinking".
369
Finally, intrapersonal outcomes included benefits to physical activity. The course provided an immediate 370 bout of exercise, with some students having gone "a long time without exercise", as well as teaching outdoor 371 recreation skills such as personal survival, knots and map reading. Students also reported an increased 372 motivation to take part in new sports, for example, "I really liked it, maybe I will continue the rowing in the be lazy anymore".
375
Discussion
376
The aim of the study was to investigate students" learning experiences during a 3 day outdoor-centred 377 groupwork skills course. The depth of student response to the semi-structured video diary room revealed a 378 complex range of themes. Divided into two separate thematic maps, students discussed the learning process they 
382
To begin with, students arrived at the centre with varied motivations for attending; some valued 383 groupwork and hoped to develop their interpersonal skills, whilst others were unsure why they were attending 384 and displayed negative attitudes towards groupwork. This variation may be because the course is embedded into 385 the degree course, rather than an optional addition. Whilst some students expected to develop groupwork skills,
386
many saw the course as a social event. Overall, the range of expected course outcomes on arrival, were far 387 narrower than the subsequent outcomes described in later entries. This disparity could represent an "unconscious 388 incompetence" state in many students, which is described in the conscious competence learning model as being
389
unaware of a lack of knowledge or expertise within a given area (Adams, 2012; Flower, 1999) . Despite the 390 engineering discipline placing a particularly high demand on the development of groupwork skills in graduates,
391
many students were unaware of the different areas of interpersonal and emotional development considered improvement as well as increased competence in these areas. This finding supports the argument that students" 396 ability to work well in groups is not effectively developed without direct intervention (Prichard et al., 2006), as 397 students appear to have a superficial knowledge of the different interpersonal skills that could be improved. In 398 addition, this finding suggests that the outcomes of OAE discovered in engineering students, may generalise to 399 other disciplines. In a discipline that places less emphasis on the importance of groupwork skills, students would 400 still be likely to begin OAE with similar beliefs and understanding to those in the present study. However,
401
further research should include other disciplines to confirm this expectation.
402
This pre-course lack of awareness and negative attitude towards groupwork is also an important area 
409
Therefore, the development of behavioural skills could be enhanced by targeting these areas prior to students 410 attending a course.
411
Other key areas of the experience were the activities, which students found interesting and enjoyable, 
417
The environment also promotes transformative learning, encouraging students to think about things in a 418 different way and seek support from those around them (Mezirow, 2000; O"Sullivan, 2002) . In the present 419 study, the challenges faced required students to work together and utilise a range of coping methods, many of 420 which were reflected in the subsequent learning outcomes.
found the house keeping rotas and living arrangements just as effective in developing groupwork skills as the be carefully worded to avoid any possible misinterpretations and entries could be followed up using face to face
468
interviewing.
469
Further research should validate the semi-structured video diary room in different settings. Follow-up 470 interviews could be used to discover how participants found using a diary room and the impact this method may
471
have on their learning experience. Further, a semi-structured video diary room could be implemented in a case 472 study design to assess skill transfer, where an individual"s learning experience is followed before, during and 473 after a training course.
474
Overall, this study has demonstrated that outdoor-centred courses offer a unique environment for 
